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The first purpose of this project was to review current literature regarding whole
language and cooperative learning. The second purpose of this project was the
development of whole language, cooperative learning strategies and accompanying
application lessons for use at the first grade level. Ten cooperative learning strategies and
application lessons were developed utilizing a whole language approach. The lessons were
centered around children's literature and focused on reading, writing, listening, and
speaking activities that were whole, purposeful, and meaningful.
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CHAPIBRI
Introduction
Problem of the Project
A subject of recent interest to the author was the use of student learning teams
within a whole language approach to teach language arts. It is vital that children are taught
in a manner that is interesting, motivating, and meaningful. The author believes that
incorporating cooperative learning teams and whole language will achieve these results.
It is apparent that the traditional approach (analytical/auditory) to teaching language arts
is not the most suitable method for teaching all young children. This approach often places
students into a competitive situation in which they are faced with the possibility of failure.
Furthermore, the analytical/auditory approach consists of breaking down whole meaningful
units into skills and sub-skills which often hold very little meaning for young children.
Carbo (1987, p. 199) states:
Today's heavy emphasis on phonics and skill work throughout the primary grades and, in some cases, throughout preschool and kindergarten as well - has dehumanized
reading instruction and made learning to read unnecessarily difficult and uninteresting
for young children ... research indicates that motivation to read and amount of
voluntary reading - both potent factors in determining reading ability - decrease
throughout the grades.
Yetta Goodman (1978) pointed out that phonics instruction emphasizes isolated skills.
This is very confusing to students who have lived in a meaning centered world. Students
who become preoccupied with phonics information stop focusing on meaning in reading
and on expression of thought in writing.
According to Johnson, Johnson, Holubec and Roy (1984, p. 6 and 7),
Current estimates are that over 85% of the instruction in schools consists of
1
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lectures, seat work, or competition where students are isolated from one another,
and forbidden to interact. Being able to interact effectively with other people is
vital in marriages, in families, on jobs, and in committees. However, schools
-insist that students don't talk to each other, don't work together, don't pay
attention to or care about the work of other students' learning in the classroom.
Students who learn individually, learn in a competitive, and often threatening
environment. Yager, Johnson and Johnson (1985) contend that students of diverse levels,
working cooperatively, will reach higher levels of achievement and retain more than those
working individually.
Purpose of the Project
A preliminary review of the literature reflected the effectiveness of certain cooperative
learning methods in regards to higher student achievement. Yager et al. (1985, p. 60)
contend that "students working cooperatively perform better than do students working
individualistically". Carbo (1987, p. 198) stated the following:
Many poor readers are predominantly global, tactile and kinesthetic learners ....
Youngsters with global reading styles are whole-to-part learners. They require
both high interest reading materials that involve them emotionally (especially humor)
and holistic reading methods (e.g., choral reading of stories, writing of stories,
listening to tape recordings of stories). With predictable consistency, those
instructional techniques have enabled students with global reading styles to make rapid
gains both in reading and in their self confidence.
The purpose of this project was twofold: (1) to review the related literature regarding
cooperative learning teams and whole language; (2) to develop teaching strategies
incorporating cooperative learning teams and the whole language philosophy, with
accompanying application lessons.
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The author's goals for this project included: (1) The development ofreading, writing,
listening, and speaking strategies that were holistic, interesting, motivating, and enjoyable
for children working in cooperative learning teams at the first grade level; (2) The
development of lessons utilizing these strategies, along with the identification of social
skills to be developed.
Significance of the Project
An effective learning environment is one in which the teacher and the students expect
that all students will become proficient in listening, speaking, reading, and writing through
the sharing of group responsibilities (Whisler & Williams, 1990). These group
responsibilities include both oral language and visual language activities that are functional
and meaningful. Children learn to speak, read, and write by actively engaging in speaking,
reading and writing. The whole language approach does accept that language learning is
social (McCracken & McCracken, 1986). Therefore, the focus of this project was the
development of whole language, cooperative learning strategies, utilizing listening,
speaking, reading, and writing activities, and implemented in a shared responsibility
environment.
Scope of the Project
An Educational Resources Information Centers (ERIC) computer search was
conducted to identify research data within the past 20 years related to the use of cooperative
learning teams and whole language. Many publications dealing with cooperative learning,
and whole language were located. The studies reviewed strongly supported the use of
cooperative learning and whole language. No research was found that specifically focused
on whole language, cooperative learning teams. However, several studies reviewed
supported language arts learning through the use of cooperative learning teams.
Ten whole language, cooperative learning strategies and application lessons were
developed for use in first grade classrooms at Outlook Elementary School in the Sunnyside
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School District, Sunnyside, Washington. However, the strategies may be adapted for use
in any of the grade levels. The student population was approximately 50% Hispanic and
50% Anglo. Approximately 40% of the Hispanic population were limited English
speakers, and came from migrant families. These children were in special language classes
in addition to their regular classroom instruction.
This project encompassed cooperative learning coupled with whole language
approaches, in which students worked in heterogeneous groups of two to four members.
Each strategy had a specific cognitive objective pertaining to the Sunnyside School
District's language arts student learning objectives. An application lesson was developed
for each strategy. The lessons were developed by the author utilizing published curriculum
materials, ideas from colleagues, as well as curriculum suggestions found in the related
literature.
Definition of Terms
The following terms are defined for the purpose of this project:
Whole Language: The authentic and functional use of language in its natural state.
Language that is kept in its original state and not broken up into pieces, such as phonemes.
Whole Language Approach: A methodology that builds on the language and cognitive
strength of the learners. The whole language approach expands on what the learners
already know, on current needs, and on intrinsic motivation. An optimistic, positive view
of the learners is taken, even when the learners are handicapped, and strengths are
emphasized rather than weaknesses (Goodman, Smith, Meredith & Goodman, 1987).
Integrated Language Arts: The act of simultaneously teaching reading, writing,
speaking and listening.
Cooperative Leaming: Cooperative learning is a teaching strategy that enables students
to work collaboratively in structured heterogeneous groups toward a common goal while
being held individually accountable.
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Analytical/Auditory Approach: The act of breaking down whole, meaningful units into
skills and sub-skills for the purpose of teaching.
Global: Learning from the whole to the part.
Tactile: Learning through the sense of touch.
Kinesthetic: Learning through body movements.
Holistic: "Learning from whole to part, from general to specific, from gross to fine,
from highly contextualized to more abstract" (Goodman et al., 1987, p. 248).
Global Reading Style: "A whole to part learning style in which meaning is the key"
(Carbo, 1987, p. 198).
Social Skills: The act of active listening, along with constructive discussion, and
resulting in conclusions. Cooperation and praising group members are part of social skills.
Intergroup Relations: The awareness of and courtesy towards others.
Goal Structure: Lessons are structured by utilizing a cooperative goal structure, an
individualistic goal structure, or a competitive goal structure. A cooperative goal structure
consists of students working collaboratively to achieve a common goal. Students working
in an individualistic goal structure are independent of other students. Successes and
failures are not dependent upon the performance of others. Conversely, a competitive goal
structure consists of students working against each other to accomplish goals that only a
limited number can attain.
Schematic Observation Form: A teacher created classroom map illustrating clusters of
cooperative learning teams, which is utilized for writing teacher observations of student
behavior.
Overview of the Remainder of the Project
In Chapter II a review of the literature regarding cooperative learning, the benefits of
cooperative learning teams, the essential ingredients for successful cooperative learning
teams and a brief overview of student team learning methods was presented. In addition,
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literature related to whole language was reviewed. The subtopics included: definitions of
whole language, essential characteristics, and the benefits of using a whole language
approach. The literature which correlated aspects of whole language to cooperative
learning was also reviewed.
A description of the procedures used to develop the project was presented in Chapter
III. In Chapter IV the developed strategies and application lessons were presented.
Summary, conclusions, and recommendations were included in Chapter V.

CHAPTER II
REVIEW OF 1HE RELATED LITERATURE

The review of the related literature was divided into two central topics: cooperative
learning and whole language. Within each topic, the key characteristics and benefits were
reviewed.
Cooperative Learning
Elements for Success
Slavin (1987a) stated that cooperative learning was an instructional method in which
students of all performance levels work together in small groups toward a group goal.
Sharan, Hertz-Lazarowitz and Ackerman (1980, p. 125) view cooperative learning as a
"social context for task-oriented cooperation, communication, and intellectual exchange
among peers." According to Whisler and Williams (1990, p. 6), "cooperative learning is a
teaching strategy that enables students to work collaboratively together in structured
heterogeneous groups toward a common goal while being held individually accountable."
Many classrooms across the country are competitive in nature. Competition creates a
setting in which some students must fail in order for their classmates to succeed. This may
contribute to a negative social environment and destroy any motivation one may have to do
well (Slavin, 1987c).
Cooperative learning is an alternative to the competitive and the individualistic
classrooms. It not only motivates, but provides for success as well. The essence of
cooperative learning is positive interdependence. Students recognize they are in it together
and will sink or swim together (Johnson et al., 1984).
Johnson and Johnson (1975) give highest priority to cooperative goal structures.
Individualistic goal structures and competitive goal structures are ranked below cooperative
goal structures.
7
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Johnson et al. (1984) espouse that cooperative, competitive, and individualistic
learning are all important goal structures and should all be used, but the dominant goal
structure in the classroom should be cooperative.

In a classroom with a cooperative goal structure, students should perceive each other,
and not the teacher, as primary resources. The teacher serves as catalyst in making
suggestions and in supplying extra equipment suggested by the students. A vital first step
in using a cooperative goal structure is ensuring that students have the necessary social
skills (Johnson & Johnson, 1975).
Research shows that students working together in cooperative learning groups master
collaborative competencies at a higher level than do students studying competitively or
individualistically (Johnson et al., 1984).
There are two distinct theoretical viewpoints on the essential characteristics that will
increase student achievement. The developmental perspective is the first theoretical
viewpoint. The fundamental assumption of the developmental perspective on cooperative
learning is that interaction among children around appropriate tasks increases their mastery
of critical concepts or skills. The motivational perspective is the second theoretical
viewpoint. The motivational perspective deems rewarding groups based on group
performance creates an interpersonal reward structure in which group members will give or
withhold social reinforcers in response to their group-mates' task-related efforts. Research
provides little support for the developmentalist's perspective, but points to the use of group
rewards and individual accountability as key characteristics of effective cooperative learning
models (Slavin, 1987b).
According to Whisler and Williams (1990) there are four basic elements that are vital to
cooperative learning: heterogeneous grouping, positive interdependence, individual
accountability, and social collaborative skills. Heterogeneous groups should reflect a range
of academic ability, along with racial and social personality mix of the classroom. Positive
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interdependence is a critical element in cooperative learning. Students must perceive that
they are dependent on one another and will "sink or swim together". Methods for
achieving this sense of interdependence include establishing a group goal, dividing the
work among the members of the group, limiting the resources and materials so sharing is
necessary, producing a single group paper or product, assigning roles to students and
providing group rewards based on the group's performance. Individual accountability is
also a critical element in cooperative learning. Strategies that maximize student involvement
are: randomly selecting one student to explain work or answer a question, assigning roles
or tasks, having students do their group work on charts or transparencies that will be
shared with the whole class, having students edit each other's work, selecting one paper
from the group to collect or grade, or to take an individual test. Listening, reaching
agreement, sharing information, taking turns, and using positive praise words are examples
of social collaborative skills. Students need to be taught what each specific skill looks like
and sounds like.
Social skills need to be defined, discussed, practiced, observed and processed
(Whisler & Williams, 1990). According to Johnson et al. (1984) all students need to
become skillful in communicating, building and maintaining trust, providing leadership,
and managing conflicts. Effective use of collaborative skills is an important academic
learning prerequisite since achievement will improve when students become more effective
in working with each other.
Johnson et al. (1984) concur that there are five assumptions underlying teaching
students cooperative skills. Prior to teaching skills, a cooperative context must be
structured and cooperative skills have to be taught. They are not innate skills. Peer
support and feedback are necessary in the development of collaborative skills. Peer
pressure to learn cooperative skills must be accompanied by peer support, and the earlier
students are taught cooperative skills, the better.

(
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Most human interaction is cooperative interaction. Therefore, cooperative interaction
skills are vital life skills that all students need to master (Johnson & Johnson, 1975). If
students are to be expected to work and behave cooperatively in and out of school, it is
imperative that they be taught and allowed to practice social skills. Johnson and Johnson
suggested the following procedures for teaching social skills:
1.

Decide which social skill to teach: It is important for the teacher to examine which
social skills the students already exhibit and which social skills need to be
practiced. The social skill being emphasized should be a necessary skill for the
completion of the group project. The four fundamental social skills are
encouragement, checking for understanding, sharing information and ideas, and
reaching agreements.

2.

Explain why you are teaching the skill: Students need to know why the social
skill is important to the lesson.

3.

Discuss what the social skill behavior looks like and sounds like: The students
need an awareness of what the social skill looks like and sounds like, and what
they need to say and do to perform the skill. To facilitate this, display a large
piece of butcher paper divided in the middle. Students begin by suggesting
behaviors of what you would do and say during group work. As a whole, the
class builds a chart describing what the students will look like and how they will
sound. The behaviors should be as specific as possible.

4.

Students practice the social skill and the teacher monitors the lesson: During the
lesson, the students practice the desired social skill(s) and the teacher monitors
each group's progress through teacher observation. An easy observation form is
a schematic drawing of the room arrangement. Teacher notes are then recorded
by group arrangement on the form.
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5.

Students process the social skill: In order for students to improve in their ability
to work together, time must be taken to process the social skills. Students need to
discuss, describe, and reflect on how effectively they used the social skills.
Students need to process three aspects of the social skills. A) analysis: What we
did, what we said during the lesson; B) application: What are other times
when we use this skill outside of class? C) goal setting: What we need to focus
on next time and what we need to improve. Teacher Directed Oral Questions is
one method for students to orally process targeted social skills.

6.

The teacher gives feedback: After each group has made their own assessment, the
teacher then gives each group specific feedback from the observation notes taken
during the lesson.

According to Behounek, Rosenbaum, Brown and Burcalow (1988), the following are
basic guidelines for cooperative learning: (1) everyone must contribute to the group; (2) no
one may ask the teacher a question unless everyone in the group has the same question and
they have tried to find an answer; (3) team and individual understanding of the task is each
member's responsibility; (4) teams may generate many ideas but they must mutually agree
on the answers.
Johnson and Johnson (1975) suggest that the key roles of the teacher in a cooperative
learning classroom include: (1) specify the desired cognitive and affective outcomes; (2)
select the appropriate goal structure; (3) arrange the classroom and instructional materials to
promote the implementation of the goal structure; (4) communicate the learning goal to the
students; (5) communicate what students can expect from each other; (6) communicate what
students can expect from the teacher; (7) check signals with students; (8) facilitate
appropriate student behavior by monitoring the classroom, intervening to improve
classroom processes, and modeling and praising appropriate behavior; (9) evaluate results
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and communicate the evaluation to students, parents, school personnel, and other interested
people.
Cooperative Learning Benefits
Slavin (1987c) stated the importance of group contingencies. A group is rewarded if it
collectively meets a standard and the members of the group must apply social sanctions to
one another to encourage each member's individual success. Group rewards were
considerably more effective than individual rewards, according to Slavin's study.
Furthermore, the group rewarded students finished substantially more units and achieved
higher on a standardized test than did the individually rewarded students.
Slavin (1987b) stated that research on cooperative learning has established that under
certain circumstances the use of cooperative learning methods increases student
achievement more than traditional instructional practices. These methods consistently
improve social relations among students. Slavin (1983) found there were two primary
components of cooperative learning methods: a cooperative incentive structure and a
cooperative task structure. A cooperative incentive structure is when two or more
individuals are working interdependently for a reward they will share if they are successful
as a group. Cooperative task structures are situations in which two or more individuals are
allowed, encouraged, or required to work together on a task coordinating their efforts to
complete the task.
According to Slavin's (1983) study, the task structures used in cooperative learning
methods can be divided into two categories: task specialization and group study. Task
specialization requires each group member to be responsible for a unique part of the group
activity. Group study methods require that all group members study together and do not
have separate tasks.
Slavin (1983) stated the categorization of cooperative learning methods by incentive
and task structures are as follows: (a) group study with group reward for individual
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learning, (b) group study with group reward for group product, (c) group study with
individual rewards, (d) task specialization with group reward for individual learning, (e)
task specialization with group reward for group product, (f) task specialization with
individual reward.
Slavin's (1989) research suggests that student achievement can be enhanced by use of
cooperative learning methods that use group study and group rewards for individual
learning, and possibly other cooperative learning methods that maintain high individual
accountability for students. Two factors must be present if cooperative learning methods
are to be more instructionally effective than traditional methods: group rewards and
individual accountability. However, even without the two key factors, group rewards and
individual accountability, cooperative learning methcxls have been found to have positive
effects on a wide range of social and emotional outcomes, such as student self-esteem, race
relations, and acceptance of mainstreamed academically handicapped students.
All forms of cooperative learning methcxls are not instructionally effective. To be
effective, cooperative learning methods must incorporate group goals and individual
accountability as well as group accountability (Slavin, 1989).
Slavin (1989) stated that studies of methods in which cooperative learning groups did
not provide group goals or individual accountability found few achievement benefits.
However, in comparison, cooperative learning methods incorporating both group goals and
individual accountability are considerably more effective than the other method.
Slavin's research is supported by a study conducted by Hagman (1986). Hagman's
study reinforced the position that cooperative learning improved individual scores but only
when coupled with a group reward contingency, and significant benefits occurred once
group size reached four members.
Madden, Stevens and Slavin (1986) stated that research has established that when
students work in four member, heterogeneous learning groups and are rewarded based on
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the individual learning of each group member, students gain in academic achievement.
If state-of-the-art principles of classroom motivation, organization and instruction were

used in the context of a cooperative learning program, student achievement in reading and
writing could be increased.
Allen and Van Sickle (1984) conducted a study to determine if the team learning
technique, Student Teams - Achievement Division, would produce a higher mean selfconcept score in the experimental group than in the comparison group, which utilized an
individualistic goal structure. The instrument used to measure the self-concept score was
the Coopersmith Self-Esteem Inventory. The self-concept pretest means were 31.4 for the
experimental group and 31.5 for the comparison group, which is a statistically
nonsignificant difference. No data supporting positive or negative effects on student's selfconcepts were generated in the study. In the study, Allen and Van Sickle also hypothesized
that the team learning technique, Student Teams - Achievement Division, would produce a
higher mean achievement score in the experimental group, rather than the comparison
group which utilized an individualistic goal structure. Although process variables were not
measured, results indicated that the team learning technique motivated students, increased
on task behavior and resulted in higher student achievement.
According to Yager et al. ( 1985), three of the most important aspects of cooperative
learning are group to individual transfer, oral interaction among students, and heterogeneity
among group members. Ross and DiVesta (cited in Yager et al., 1985) conducted a study
on oral summaries and concluded that the use of oral summaries as an activity, provides a
review that serves to consolidate and strengthen what was learned and to provide relevant
feedback about the degree to which mastery and understanding was achieved. Yager et al.
(1985) also stated that intermittent summarizing or recalling is an activity that increases
subsequent recall.
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Yager et al. (1985) found that cooperative learning promotes higher achievement than
individualistic learning, and cooperation with structured oral discussion promotes higher
achievement than cooperation with unstructured oral discussion. The study confirmed the
authors' assumptions that group to individual transfer takes place in cooperative learning.
Also, students in cooperative groups in which oral discussion is structured, perform better
than students in unstructured cooperative groups and those working individually. High,
medium and low achieving students benefit academically from collaborating with each
other.
According to a study by Sharan et al. (1980, p. 126), "peer interaction was found to
be significantly related to measures of critical thinking." Sharan et al. (1980, p. 126)
hypothesized that, "pupils who engaged in small group learning through investigation and
discussion would display superior performance on measures of higher level cognitive
functioning than would pupils in classrooms conducted with traditional presentation recitation, teaching and learning."
Johnson and Johnson (1979) espouse that the purpose of controversy within a
cooperative group is to arrive at the highest quality solution or decision that is possible.
Constructive or cooperative controversy promotes high quality problem solving, decision
making and learning. Cooperative learning experiences, compared with individualized
ones, promotes a belief that controversy is constructive. Evidence suggests that creating
controversy is an important teaching strategy for increasing learning and intellectual
development.
According to Johnson et al. (1984, p.22),
When learning situations are structured cooperatively rather than competitively or
individualistically, achievement will be higher. Cooperative learning experiences
promoted greater competencies in critical thinking, more positive attitudes toward
the subject areas studied, greater competencies in working collaboratively with
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others, greater psychological health, and greater perceptions of the grading system as
being fair.
Cooperative teams have powerful effects on social variables such as mutual concern
and peer support for academic performance (Slavin, 1978). The results of a study
conducted by Slavin and Karweit (1981) indicated that the intensive use of student team
learning methods was feasible and produced positive outcomes on student friendships,
liking of school, self-esteem, and language and reading achievement.
Student Learning Teams
Student team learning techniques are the most widely used cooperative learning
methods (Slavin, 1983). According to Slavin (1987a), four principal student learning team
methods have been extensively developed and researched. Two are more general methods
and are adaptable to most grade levels and subjects: (1) Student Teams - Achievement
Divisions, or STAD, (2) and Teams - Games - Tournaments, or TGT. The other two are
comprehensive curricula designed for use in particular subjects at particular grade levels:
(3) Team Assisted Individualization (TAI) for mathematics in grades three - six, and (4)
Cooperative Integrated Reading and Composition (CIRC) for reading and writing
instruction in grades three - five. Each of these student team learning methods incorporate
team rewards, individual accountability, and equal opportunities for success.
Each of the four student team learning methods and the attributes of each one as
described by Slavin (1987a) are described below. Student Teams - Achievement Divisions
is a cooperative learning method in which children of varying performance levels, sex, and
ethnicity are assigned to four member learning teams. After the presentation of a lesson,
the students work together within their team to make sure all the members have mastered
the lesson. Then all of the students take individual quizzes, at which time they may not
help each other. Each child's score is compared with their own past averages and points
are earned based on the degree to which students can meet or exceed past scores. The

17
points are then totaled for a team score. The purpose of this approach is to motivate
students to encourage and help each other to master skills presented by the teacher.
Teams - Games - Tournaments is adaptable to grade level and subject area. It is
similar to Student Team Achievement - Divisions in the respect that the teacher presents a
lesson and students who are of varying performance levels, sex and ethnicity, work
together to master the concept. However, Teams - Games - Tournaments replaces the
individual quiz with weekly tournaments. Students with similar performance levels
compete. The competition requires a three person tournament. The winners from each
table earns points for his/her team. During competition, teammates cannot help each other,
thus ensuring individual accountability.
Team Assisted Individualization consists of some of the same components of Student
Teams Achievement - Divisions and Teams - Games - Tournaments. Team Assisted
Individualization also uses four member, mixed ability learning teams and certificates for
high performing teams. However, Team Assisted Individualization combines cooperative
learning with individualized instruction to teach mathematics to students in grades three
through six. Students who are using Team Assisted Individualization are given a
placement test and begin working at their level. The students help each other within the
group and the teacher also pulls ability groups for small group instruction. Students take
unit test~ upon completion of each unit. At the end of each week the teacher totals the
number of units completed by all team members and gives rewards to teams that exceed a
criterion score based on the number of final tests passed, with extra points for perfect
papers and completed homework. Team Assisted Individualization allows students to
work at their own levels. Students who lack prerequisite skills can build up a stronger
foundation and students who learn faster can advance at a more rapid pace. Unlike Student
Teams Achievement - Divisions and Teams - Games - Tournaments, Team Assisted
Individualization depends on a specific set of instructional materials.
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Cooperative Integrated Reading and Composition is a comprehensive program for
teaching reading and writing in the upper elementary grades. This student team learning
method is similar to traditional reading instruction. It makes use of the basal reader
program and also of reading groups. Students are assigned to teams made up of pairs of
students from two different reading groups. While the teacher is working with one reading
group, the other groups of students are involved in activities such as reading to one
another, predicting, summarizing stories with one another, writing answers to questions,
practicing spelling, decoding and vocabulary. During language arts the students write,
revise and edit one anothers work and prepare for publication of team books.
A study conducted by Slavin (1977) supported the hypothesis that TGT students with
average intelligence would experience greater mutual attraction and more time on task than
would control students. This method also appears to have major effects on the quantity and
quality of interpersonal interaction.
Slavin (1983) described Learning Together as a cooperative learning approach
developed by Johnson and Johnson. In this approach, students work in heterogeneous
groups consisting of four to five members. The group task is to complete assignment
sheets, hand in a single copy, and receive praise as a group based on how well they
completed the academic task as well as the social skills that were practiced.
Group Investigation is a general classroom organization plan, described by Slavin
(1983), as a technique developed by Sharan in which students work in small groups using
cooperative inquiry, group discussion, cooperative planning, and projects. Students form
their own two-six member groups. The groups choose subtopics from a unit being studied
by the entire class. These subtopics are further broken into individual tasks. The groups
carry out the activities necessary to prepare a group report. The group then makes a
presentation or display to communicate it's findings to the entire class, and is evaluated
based on the quality of this report.
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Whole Language
Definitions
Whole language has been gaining widespread interest over the past few years.
However, definitions of whole language tend to be vague. Goodman ( 1986) stated that a
whole language program is an educational program, conducted by whole language
teachers. In a whole language classroom motivation is always intrinsic. Kids need to learn
to read and write because they want and need to communicate. Extrinsic rewards are not
appropriate in a whole language program and punishment for not learning is even more
inappropriate. According to Goodman, Smith, Meredith and Goodman, (1987, p. 27)
"reading in a whole language program is always a means to an end, always comprehension
centered." Rich (1985, p. 719) described whole language as "an attitude which provides a
shape for the classroom." Rich argued that schools abuse children by taking from them
their natural instinct to question, and to make sense of their environment. Newman (1985)
views whole language as a shorthand way of referring to a set of beliefs about curriculum,
not just language arts curriculum, but about everything that goes on in classrooms. Whole
language is not an instructional approach, it is a philosophical stance.
Goodman (cited in Slaughter, 1988) stated that whole language classrooms are likely
to be activities-based classrooms in which children are learning to read by reading, learning
to write by writing, and are engaged in meaning centered, integrated language arts
activities. Goodman continued by stating that teachers need to remember that learning
doesn't always occur as a result of instruction, and that instruction, such as promoted by
basal readers, can interfere with language learning.
Goodman (1986, p.9) espouses keeping language whole and involving children in
using it functionally and purposefully to meet their own needs. By breaking whole, natural
language up into bite size, but abstract pieces, teachers have made language learning
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difficult and have altered its natural purpose - the communication of meaning. "Language
should be whole, meaningful, and relevant to the learner".
Farris and Kaczmarski (1988) view whole language as being comprehension centered,
with all learning making sense to the child. All learning should begin where the child is in
terms of language and experience, and the learning should be language based, related to
thinking and experience.
Literacy can develop in the same "natural" way as spoken language when the
conditions for learning are comparable. Newman (1985, p.58) continued by stating that
"the search for meaning underlies all language development."
"The instruction of each child must start where that child is. Beginning reading and
writing must be taught through the child's own language" (McCracken & McCracken,
1987, p.11).
Characteristics
Whole language is not a practice. It is a set of beliefs, a perspective. It becomes
practice but it is not the practice itself. Whole language is based on several ideas: (1)
language is for making meanings or accomplishing purposes; (2) written language is
language - thus what is true for language in general is true for written language; (3) the
cueing systems for language (phonology in oral, orthography in written language,
morphology, syntax, semantics, pragmatics) are always present and interacting in any type
of language use; (4) language always occurs in situations; (5) situations are critical for
meaning making (Altwerger, Edelsky & Flores, 1987).
Rupp (1986) views reading as a developmental process. It moves from whole to
parts. It is done in an encouraging, positive environment, as risk-free as possible, where
children are asked to use their backgrounds and experience. The learners are active
partners in the process and reading becomes a fun thing to do, but with a purpose.
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According to Farris and Kaczmarski (1986), much of the school curriculum hinders
language development. Schools fractionate language, stress exercises more than purposes,
limit talking to only a small part of the day, and provide no choices for children to choose
activities that interest them. Schools break language down into bits and pieces, resulting in
dull, uninteresting and irrelevant exercises with no purpose for the learner.
Hodge (1989) believes that the reading act has been broken down into skills and subskills. This has produced excellent word decoders who, unfortunately can't put these skills
together into a meaningful whole. As a result, reading has become a dreaded activity.
Dissatisfaction is not only strong with the student attitudes toward basals but also with
teacher attitudes.
According to Carbo ( 1987), too many students are victims of the unspoken
presumption that there is one right way to teach all children to read. But the research on
child development and reading styles indicates that what is 'appropriate' for one child may
be damaging to another. Research has shown that the most common approaches to the
teaching of reading in U.S. schools - worksheets, drill and phonics - are ineffective for
many students. This ineffectiveness creates students who experience failure, boredom and
loss of self-esteem. Most young children are global, tactile and kinesthetic learners and
need activities that will fit their style. Students who understand their reading style strengths
and learn through them tend to experience a sense of power which leads to more effective
learning and improved behavior.
According to McCracken and McCracken (1987) the present mode of teaching reading
in the United States gives heavy emphasis to recognizing printed words through phonics.
As a result, students are over taught and under practiced readers. They can read, but they
do not, and they will not.
Chew ( 1987) contends that educators need to exchange the piecemeal approach to
reading and writing for a process approach. Reading and writing need to be treated as a
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whole, meaningful unit. Educators need to capitalize on the experiences children have and
provide for more experiences. Prior knowledge cannot be tapped if children do not
experience their schema. Chew also mentions that the classroom must be a literate
environment.
Edelsky, Draper and Smith (cited in Farris & Kaczmarski, 1988) contend that peer
interaction and student - teacher interaction are necessary in a whole language environment.
Furthermore, Long and Bulgarella (cited in Farris & Kaczmarski, 1988) stated that small
group interaction is desirable because it leads to clashes of points of view that encourage
children's development of individuality, creativity, and ability to think. Also, every child
has a desire to be competent. Clashes of ideas enhance this natural desire, as in group
interaction.

In a whole language classroom, rea_ding and writing need to be real reading and real
writing, not exercises in reading and writing. The whole language view of reading is not
one of getting the words but of constructing meaning (Altwerger, Edelsky & Flores,
1987).
Farris and Kaczmarski (1988) stated that research suggests the need to provide
open-ended classroom activities in which written language functions as it does in the real
world. According to Ryan (cited in Farris & Kaczmarski, 1988), language arts should be
integrated throughout the curriculum to enable students to develop a sense of purpose in the
content area classes.
Goodman et al. ( 1987) discussed three major focal points of whole language. They
are as follows: (1) it creates a classroom climate that encourages risk-taking; (2) it keeps
the reader's focus on meaning; (3) children learn to read by reading. There must be
numerous occasions for authentic reading. According to Newman (1985), a whole
language curriculum uses predictable materials, language experience, shared reading, story
reading and sustained silent reading.
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According to Goodman et al. (1987, p. 251), "a whole language program starts with
the premise that all learners are intrinsically motivated; they want to understand written
language; they want to be able to read." Rich (1985) stated that children are intrinsically
motivated to learn, to make sense of the world. Whole language classrooms will be
comprehension-centered and child-centered, but the methodologies will be as varied as the
teachers and the children. Goodman (1986) contends that real and natural language that is
whole, interesting, relevant, sensible, and accessible to the learner makes language learning
an exciting, motivating experience.
Shapiro and Gunderson (1988) found that children in a whole language classroom
generated 18 times the vocabulary words that they would be exposed to in a basal reader
program. It was also found that the high frequency words were the same as one would
find on any typical word list. However, low frequency words revealed student interest,
motivations and knowledge of current events.
With any approach, there will always be those who are opponents. Many who oppose
the whole language approach argue that the students will not learn phonetic skills.
However, Gunderson and Shapiro (1988) showed that students learned to spell correctly a
great number of words. Their spelling errors revealed they learned phonetic skills but over
generalized. This supports that the students were learning the rule-governed nature of our
spelling system.
In order for a whole language program to be successful, three essential ingredients
must be present. There must be lots of reading and writing, risk-taking to try new
functions for reading and writing, and focusing on meaning (Goodman, 1986).
Trelease (1985, p. 6) points out,
.. .in concentrating exclusively on teaching the child how to read, we have forgotten to

)

teach him to want to read. There is the key: desire. It is the prime mover, the magic
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ingredient... What you make a child love and desire is more important than what you
make him learn.
According to Goodman et al. (1987, p. 258),
The whole language curriculum recognizes an essential of language learning; people
learn to talk by talking, comprehend oral language by listening, write by writing, and
read by reading. And they learn to think by thinking... A whole language program
creates a climate that encourages risk-taking, it keeps the readers' focus on meaning.
Literacy skills develop in the same natural way as spoken language when the
conditions for learning are comparable (Holdaway, 1979). McCracken and McCracken
(1986) espouse that a child's speaking and listening skills develop naturally from being
immersed in speech. Furthermore, learning to read and write is a developmental process of
language acquisition. In order for children to learn to read and write, they must be
immersed in an intense print environment.
Holdaway (1984) points out a high correlation between the quantity of material
transacted in a beginning reading program and success or failure in later reading. He
suggests the following ways as effective means of increasing student exposure to print:
read-along techniques, supported reading, the favorite book syndrome, and shared reading.
Holdaway contends that reading and writing are as unified as speaking and listening, and
should be viewed as developmental processes that allow self-correction or self-regulation.
"Reading aloud to children stimulates their interest, their emotional development, and
their imagination. There is also a fourth area which is stimulated by reading aloud and it is
a particularly vital area in today's world. It is the child's language" (Trelease, 1985, p.
11).

Like speech, literacy should be a natural acquisition. According to McCracken and
McCracken (1986, p. 145), "children who have been read to and who have had rich

)
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experiences with the world about them come to print and the reading of print as naturally as
they came to speech".
"As literacy teachers we must be observed daily as lovers of reading and writing. If
we model reading and writing in this way as a daily part of our teaching, we will be
compulsively emulated" (Holdaway, 1984, p. 16).
Goodman (1986) states that whole language teachers guide, support, monitor,
encourage, and facilitate learning, but do not control it. According to Goodman and
Goodman (1989), the whole language teacher evaluates children in terms of "can do",
rather than "can nots". All children grow, they are neither losers nor potential losers. They
are learners and in their own good time they all bloom.
Goodman (1986, p. 40) summarizes whole language through the following points:
(1) Whole language builds around whole learners learning whole language in whole
situations. (2) Whole language learning assumes respect for language, for the learner,
and for the teacher. (3) The focus is on meaning and not on language itself, in
authentic speech and literacy events. (4) Learners are encouraged to take risks and
invited to use language, in all its varieties, for their own purposes. (5) In a whole
language classroom, all the varied functions of oral and written language are
appropriate and encouraged.
Cooperative Learning and Whole Language
According to Goodman ( 1986, p. 20),
Schools frequently isolate language from its meaningful functional use. Then they
change language into non-language. Only in the social context of language usage does
it have a meaning potential for the learner, and only in such context is it language and
easy to learn.
Holdaway (1984, p. 30) stated,
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The most powerful language learning situations involve all children in a group or class
in the healthy interactions of a community and linguistically active for a majority of the
time. The most hardy learning takes place within supportive social groups
characterized by a lack of competition or invidious comparison.
Gocxlman (1986) suggests the use of small groups in which children are encouraged to use
discussion and interaction to solve problems. Yetta Goodman (1978) pointed out that
children learn language naturally through their social interaction with other children. It is
important that schools provide an environment in which children will expand their use of
language in a variety of settings and situations and for a variety of purposes.
Uttero's (1988) teaching model develops reading comprehension and learning
strategies through cooperative learning. Uttero states that benefits of implementing this
teaching mcxlel are: student enthusiasm, it enable students to assume responsibility for
their learning, and it develops confidence in their ability to plan and execute tasks. Low
achieving students welcomed the opportunity to make group decisions. Another important
benefit is the development of comprehension and learning strategies which learners may
internalize and apply to information in other contexts.
Reading comprehension is an active process in which the reader must activate prior
knowledge. Cooperative learning is particularly conducive to activating children's prior
knowledge as well as fostering the development of high level reasoning and problem
solving skills (Uttero, 1988).
Watson (1987) espouses that team learning is an effective methcxl for developing and
strengthening language arts abilities. The more opportunities students have to discuss their
ideas and to listen to ideas expressed by peers, to plan together, and to reach agreement, the
more proficient they become in all areas of language arts. Team learning also removes the
risk-taking factor that discourages some children from fully participating in class activities.
)
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A primary factor contributing to the success of cooperative learning at the primary level
is the students' oral language skills with which they are familiar and comfortable
(Behounek, Rosenbaum, Brown, & Burcalow, 1988). According to Whisler and Williams
(1990, p. 8), "students who learn to work with each other in cooperative learning groups
based on mutual interests and criteria other than ability develop their capacity to use
language creatively and critically."
Whisler and Williams (1990, p. 11) stated,
Reading and writing are the vehicles through which individuals communicate and
interact with others to explain what is thought, felt, and understood. Linking literature
with situations that foster interactive language use, provides the opportunity for
students to engage in language processes that foster comprehension and writing
development. Cooperative learning provides a natural setting for all this language
interaction to take place.
Summary
A review of the literature has provided information regarding the effectiveness of
cooperative learning when individual accountability, group rewards, and group goals are
incorporated. Cooperative learning groups that utilize these essential characteristics benefit
from higher academic achievement, intergroup relations, motivation and better retention of
subject matter.
The literature review regarding whole language emphasizes learning from the whole to
the part. Learning must be meaning centered, language based, and risk-free.
A review of the literature has also provided information regarding the effectiveness of
using cooperative learning teams to teach language arts. Research emphasizes development
in oral language, comprehension, high level reasoning and problem solving skills.

CHAPTER III
Procedures of the Project
The first purpose of this project was to review current literature regarding whole
language and cooperative learning. The second purpose was to develop whole language,
cooperative learning strategies and application lessons which used whole, purposeful and
meaningful language.
Ten whole language, cooperative learning strategies and accompanying strategy
lessons were developed for use in the author's first grade curriculum in the Sunnyside
School District, Sunnyside, Washington. Although the developed strategies and
application lessons were geared for children in the first grade, the strategies could be
adapted to meet the needs of younger or older children.
An Educational Resources Information Centers (ERIC) computer search was
conducted to identify research data within the past 20 years related to the use of cooperative
learning teams and whole language. The search revealed many studies supporting both
whole language and cooperative learning. Although the search did not reveal any specific
studies supporting whole language using cooperative learning as an instructional strategy,
many studies supported the use of cooperative learning to teach language arts.
Furthermore, many studies revealed compatible aspects of cooperative learning and whole
language.
Whole Language, Cooperative Learning Strategies
The review of the literature was used as a basis for developing the whole language,
cooperative learning strategies and the accompanying lessons. The following is a
description of the sections included with each strategy. The first section was the
"Description and Procedures" in which a brief explanation was given.
The second section was "Grouping". Groups were usually randomly selected by the
teacher based on heterogeneity. Numbers of students in each group ranged from two to
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four members depending on the strategy. (See Appendix A for random grouping form).
The third section, "Positive Interdependence", was concerned with structuring the
lesson so students perceived they were dependent upon one another. Methods for
achieving positive interdependence included establishing a group goal, dividing the work
among the members of the group, limiting the resources and materials so sharing was
necessary, producing a single group paper or product, and assigning roles to students.
The fourth section, "Individual Accountability", included student roles to maximize
student participation. Examples of student roles utilized in the strategies included: 1)
reader, 2) recorder, 3) praiser, 4) task helper. (See Appendix B for a complete listing of
suggested student roles).
"Specific Social Skills to be Expected" was the final section to be addressed for each
strategy. Social collaborative skills such as listening, reaching agreement, sharing
information, taking turns, and the use of positive praise words were skills that were
focused on.
Whole Language, Cooperative Learning Application Lessons
Each strategy also was accompanied with an application lesson. Each application was
also divided into sections to facilitate instruction. The first section of the application lesson
was the "Description and Procedures", in which a brief explanation was given.
The second section was a listing of the cognitive objectives. The cognitive objectives
were specific language arts student learning objectives from the Sunnyside School District.
Examples of cognitive objectives included: 1) the students will rhyme key words; 2) the
students will orally use descriptive vocabulary; 3) the students will read teacher selected
material; 4) the students will orally identify details in a teacher selected picture book.
Affective objectives were listed in the third section. Examples of affective objectives
)

included: 1) the students will share ideas; 2) the students will praise other group members
for their contributions; 3) the students will reach agreements within their group; 4) the
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students will practice active listening within their group by nodding, clarifying,
paraphrasing, praising, and maintaining eye contact with group members.
The fourth section consisted of the "Goal Structure" chosen for the lesson. Lessons
may be structured cooperatively, individualistically or competitively.
The "Room Arrangement" was the topic of the next section. It was important for
students to work in clusters that allowed for eye contact and enough distance from other
clusters to avoid noise disturbances.
The final three sections were "Materials", "Monitoring", and "Evaluating".
"Materials" consisted of a listing of the necessary materials to implement the lesson, such
as picture books, sentence strips, pocket charts, writing paper and chart paper. In the
"Monitoring" section, methods by which the teacher kept track of the students' progress
were identified. A suggested technique for monitoring lessons was a schematic
observation fonn. (See Appendix C for schematic observation fonn). "Evaluating", was
accomplished through a processing procedure called Teacher Directed Oral Questions. (See
Appendix D for Teacher Directed Oral Questions).
Application Criteria
Criteria considered essential to the selection of whole language, cooperative learning
applications used for this project included:
1.

Each application should contain elements of the whole language approach.

2.

Each application should utilize reading, writing, speaking and listening activities.

3.

The application lessons should be whole, purposeful, and meaningful to the
students.

4.

Each application should incorporate cooperative learning as an instructional
strategy.

5.

All of the students should be actively involved in each application.
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6.

Student diversity and individual needs should be recognized when developing
applications to provide for the success of every student.

After a review of the literature, one element of cooperative learning seemed to be in
conflict with the whole language philosophy. Cooperative learning supported the use of
extrinsic rewards, while the whole language philosophy espoused intrinsic motivation.
Therefore, for the purpose of this project, group and individual rewards were not extrinsic
rewards such as stickers but were intrinsic rewards of self-satisfaction and recognition
gained by sharing individual or group projects with the whole class.

CHAPTER IV
Results of the Project
The purpose of this project was to develop whole language, cooperative learning
strategies for use in a first grade classroom. A review of the literature and the author's
creativity were used to develop the strategies. Correlating applications accompanied each
strategy.
The strategies were divided into sections to facilitate instruction. These sections were:
1) Description and Procedures, 2) Grouping, 3) Positive Interdependence, 4) Individual
Accountability, 5) Specific Social Skills to be Expected.
The applications were also divided into sections to facilitate instruction. These
sections were: 1) Description and Procedures, 2) Cognitive Objectives, 3) Affective
Objectives, 4) Goal Structure, 5) Room Arrangement, 6) Materials, 7) Monitoring, 8)
Evaluating.
The cognitive objectives of the activities were based on the student learning objectives
of the Sunnyside School District in Sunnyside, Washington. The affective objectives for
the activities stem from the review of the literature and from the author's beliefs concerning
the need for basic life skills. Examples of affective objectives include: the development of
social skills, intergroup relations and self-esteem.
It is the contention of the author based on research (Manning & Manning, 1978;
Goodman & Goodman, 1989; Watson, 1987; Whisler & Williams, 1990) that cooperative
learning teams and the whole language philosophy may be effectively integrated when
teaching the language arts.
The following are strategies that utilize cooperative learning techniques and the whole
language philosophy to teach language arts. Oral language learning, reading, and writing
activities are presented in a holistic, meaningful way. Although the strategies and
)

applications were developed for use at the first grade level, it is believed that they may be
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adapted and utilized for any grade level.
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STRATEGY: READ-BRAINSTORM-PUBLISH
1.

Description and Procedures:
Read-Brainstorm-Publish is a versatile strategy that may be used to promote
writing and reading of stories and poems. Writing and reading opportunities are as
versatile and as numerous as the teacher's creativity and students' interests. ReadBrainstorm-Publish involves the following steps:
A. Read:
The teacher reads aloud a preselected story or poem. It is important to
have the story or poem written on a chart in advance for student tracking.
B. Brainstorm:
In teacher assigned heterogeneous groups, students will brainstorm new
ideas which alter the original story or poem. Every student offers at least one
idea, while the recorder writes down the dictated ideas. The small group
brainstorming session should be limited to a short amount of time in order to
promote on task behavior. Group praisers are responsible for identifying
and stating positive behaviors exhibited by other group members. Once
every child has contributed an idea and it has been recorded, the small groups
merge together and each group's reader shares the group's ideas with the
whole class while the teacher writes the brainstormings on a chart.
C. Publish:
Individually, students will select from the brainstorming chart their
favorite ideas. Following a sentence frame, the students will publish their
own books, rhymes, or poems which will be shared later in the day.

2.

Grouping:
Teacher assigned heterogeneous groups of four members.
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3.

Positive Interdependence:
Every student offers at least one idea to be recorded on the group's papers.

4.

Individual Accountability:
Roles are assigned: reader, recorder and praisers. Each student will be
responsible for publishing and sharing a book, rhyme, or poem.

5.

Specific Social Skills to be Expected:
Students will share information and ideas, and will praise others for their
contributions. Students will reach agreements within their learning group.

r
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APPLICATION: READ-BRAINSTORM-PUBLISH
1.

Description and Procedures:
The following application is an example of one of the numerous opportunities in
Read-Brainstorm-Publish. One. Two, Buckle My Shoe was explored by first grade
students for the purpose of writing and reading.
A. Read:
The teacher reads One. Two, Buckle My Shoe to the whole class
from a chart. The writing on the chart should be large enough for all
students to easily see for the purpose of tracking.
One, two
Buckle my shoe,
Three, four
Shut the door,
Five, six
Pick up sticks,
Seven, eight
Lay them straight,
Nine, ten
A big fat hen!
B. Brainstorm:
In small heterogeneous groups, the students will brainstorm words that

rhyme with the selected words in the nursery rhyme. The group recorder
writes down all the brainstorming ideas. After a short period of time, all the
groups will sit together in a common area while the group readers share their
teams' ideas. The teacher will write the rhyming words on a chart for the
students to see.
C. Publish:
The students will individually publish a new nursery rhyme, utilizing their
favorite brainstormed rhymes. The teacher will provide a sentence frame for
them to follow. When children have completed their rhymes, they
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will share them with the whole class. Poems are then taken home to be read
or made into a class book. Example Sentence Frame:
One, two
Three, four
Five, six
Seven, eight
Nine, ten
2.

Cognitive Objectives:
Each student will state at least one word that rhymes with a key word in the
nursery rhyme.

3.

Affective Objectives:
Students will share ideas and praise other group members for their contributions.

4.

Goal Structure:
A cooperative goal structure will be implemented during the brainstorming
session. During the publishing session an individualistic goal structure will be used.

5.

Room Arrangement:
The students' desks will be arranged in clusters for small group brainstorming
sessions. A large rug area will also be available in which the students share their
groups' brainstorming ideas.

6.

7.

Materials:
a)

one paper and pencil per group for small brainstorming sessions.

b)

one large chart paper for idea sharing.

c)

individual writing papers or booklets for publishing.

Monitoring:
The teacher will monitor students by using a schematic observation form.
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8.

Evaluating:
Students are evaluated in terms of the social skills practiced as evidenced by the
schematic observation form. In addition, students are evaluated through the use of
Teacher Directed Oral Questions. The completion of an individual book will also be a
basis for evaluation.
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STRATEGY: LISTENING THINKING ACTIVITY
1.

Description and Procedures:
Listening Thinking Activity is a strategy designed by Whisler and Williams
(1990) that involves students as active listeners while the teacher reads aloud.
A. Teacher Prepares the Materials:
The teacher identifies nine or ten places in a read aloud book where the
next sentence or paragraph is highly predictable. After making sure that the
predictable sentences or paragraphs could not make sense in any other place,
the teacher makes a photocopy of the paragraph or sentence.
B. Students Prepare for the Read Aloud:
The students are assigned the following roles in heterogeneous groups
of three: materials facilitator, group reader, and class reader. The materials
facilitator gets one of the sentences or paragraphs from the story that will be
read aloud by the teacher. Each group reader reads the paragraph or sentence
to the group. The group members discuss possibilities of what may happen
in the story and where their sentence or paragraph may fit.
C. Teacher Reads Aloud:
The teacher reads the story aloud to the students, pausing at the selected
predictable places. When all the team members of a group agree that their
paragraph comes next, the materials facilitator gives the go ahead signal and
the class reader in that group reads the next part. Then the teacher continues
reading the story, stopping at each place where students have parts to
contribute.

2.

Grouping:
The teacher will randomly select groups of three students based on the Random
Grouping form.
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3.

Positive Interdependence:
Students depend on others in their group to perform the tasks in sequence
(division of tasks).

4.

Individual Accountability:
Roles are assigned: materials facilitator, group reader, and class reader.

5.

Specific Social Skills to be Expected:
The students are expected to practice active listening by nodding, clarifying,
paraphrasing, praising, and maintaining eye contact with group members.
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APPLICATION: LISTENING THINKING ACTIVITY
1.

Description and Procedures:
Alexander and the Windup Mouse is a highly predictable book written by Leo
Lionni. The story is used in the following application to encourage active listening and
predicting.
A. Teacher Prepares the Materials:
The teacher identifies nine or ten predictable places in the story and
photocopies the predictable sentence or paragraph.
B. Students Prepare for the Read Aloud:
The students are assigned their roles and the predictable sentences or
paragraphs are distributed for the groups to read.
C. Teacher Reads Aloud:
The teacher reads Alexander and the Windup Mouse, pausing at the
predictable places. The group that has the sentence or paragraph signals the
class reader in the group to read the paragraph.

2.

Cognitive Objective:
The students will be able to read the group sentence or paragraph, understand it,
and predict where it belongs in the story.

3.

Affective Objectives:
Listening, reaching agreements.

4.

Goal Structure:
A cooperative goal structure will be implemented during the entire lesson.

5.

Room Arrangement:
The students will be sitting with their group members on the large rug area so that
they may sit near the teacher and the picture book.

6.

Materials:
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7.

a)

a photocopy of each selected predictable sentence or paragraph.

b)

a predictable book.

Monitoring:
Teacher observation.

8.

Evaluating:
Students will be evaluated on their ability to listen, predict and reach an agreement
based on teacher observation.
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STRATEGY: BRAINSTORM AND PUBLISH
1.

Description and Procedures:
Brainstorm and Publish is a cooperative learning instructional strategy designed
by the author to enhance reading, writing, listening, speaking and thinking.
Brainstorm and Publish is a versatile strategy that can be adapted for a wide variety of
ability levels. Original class big books or individual books can be created using ideas
that may stem from thematic units, the season of the year, student interest, etc.
Brainstorm and Publish involves the following steps:
A. Topic Selection:
The teacher selects a topic that will be of interest to the students. For the
purpose of the lesson, the class will be writing about leprechauns.
B. Brainstorm:
In small heterogeneous groups of four, the students will brainstorm
places where the leprechaun could be hiding. The group recorder writes
down all of the ideas. The group praisers identify positive behaviors and
contributions made by the other group members. They will verbally and
nonverbally reinforce the students behavior in a positive way. The group
reader will share their team ideas with the whole class, while the teacher
records the brainstormings on a large chart.
C. Publish:
Each student publishes an individual book to be shared at the end of
the day.

2.

Grouping:
Teacher assigned heterogeneous groups of four members.

3.

Positive Interdependence:
Every student offers at least one idea to be recorded on the group paper.

)
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4.

Individual Accountability:
Assigned roles: Reader, recorder, and praisers. Each student will be responsible
for publishing and sharing an individual book.

5.

Specific Social Skills to be Expected:
Students will share information and ideas, and will praise others for their
contributions. Students will reach agreements within their learning group.

)
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APPLICATION: BRAINSTORM AND PUBLISH
1.

Description and Procedures:
The following application is an example of the Brainstorm and Publish strategy.
Due to the season of the year, leprechauns was the selected topic that the students
would be reading, writing, listening, speaking and thinking about. Topics and
sentence frames may vary with each new application.
A. Topic Selection:
The teacher selects a topic that will be of interest to the students.
B. Brainstorm:
In small heterogeneous groups, the students will brainstorm places
where a leprechaun could be hiding. The group recorder writes down all of
the ideas to be shared with the whole class by the group reader. The teacher
will record the brainstormings on a large chart.
C. Publish:
The students will individually publish a book utilizing their favorite
brainstormings. The teacher will provide a sentence frame for the students to
follow. Once the students have completed their books, they will share them
with the whole class. The students' books are then taken home to be read.
Example sentence frames:
Where is the leprechaun?
Is
Is
Is
Is

2.

he _ _ _ _ _ _ _ _ ___ ?
he
?
he
?
he
?

Is he under the shamrock? (no)
Is he in the pot of gold? (no)
Is he in my pocket? (no)
Is he at the end of the
rainbow? (yes)

Cognitive Objectives:
The students will orally describe at least one idea where a leprechaun could be and
write and illustrate their own books.
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3.

Affective Objective:
Students will share ideas and praise other group members for their contributions.

4.

Goal Structure:
A cooperative goal structure will be used during the brainstorming sessions and
an individualistic goal structure will be used during the publishing session.

5.

Room Arrangement:
The students' desks will be arranged in clusters for small group brainstorming
sessions. A large rug area will also be available for the sharing of the brainstorming
ideas.

6.

7.

Materials:
a)

one group paper and pencil for recording brainstorming ideas.

b)

one large chart.

c)

booklets for publishing individual books.

Monitoring:
The teacher will monitor using a schematic observation form.

8.

Evaluating:
The students are evaluated in terms of the social skills practiced as evidenced by
the schematic observation form. Students are also evaluated through the use of
Teacher Directed Oral Questions and the completion of an individual book.
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STRATEGY: PICTURE PREDICTION
1.

Description and Procedures:
Picture Prediction is a strategy developed by Whisler and Williams (1990).
Picture Prediction incorporates listening, imagery, discussion and prediction to foster
comprehension.
A. Teacher Identifies Places in the Sto:ry for Prediction:
Before reading the story aloud, the teacher will select three places that
will be appropriate to stop for student prediction.
B. Teacher Reads Aloud and Students Predict:
The teacher will read the title and the first few paragraphs aloud. The
teacher will pose the question, "What do you think the story will be about?"
C. Students Share with a Partner:
The students will share their predictions with a partner. While the
students are sharing, the teacher will monitor the students by looking and
listening for the behaviors defined on the social skills chart.
D. Students Share Partners Ideas:
The students will share what their partners think the story will be about.
The students will begin their response by saying: "My partner (name) thinks
that .... "
E.

Teacher Reads Another Section of the S to:ry and Students Predict:
Follow the same format as in steps C. and D.

F.

Complete the Sto:ry:
The teacher reads the rest of the story with the exception of the last page
or two. The teacher asks the students: "How do you think the story will
end?" The students will share their ideas with their partner.
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G. Draw a Picture Prediction:
The students will draw a picture illustrating their prediction of the story
ending. The partner will present the illustration and explain the picture by
saying: "My partner (name) thinks .... "
2.

Grouping:
The teacher will randomly select groups of two students based on the Random
Grouping form.

3.

Positive Interdependence:
Students depend on their partner for the information they need to share.

4.

Individual Accountability:
Students draw their own pictures and explain their partners' pictures.

5.

Specific Social Skills to be Expected:
The students are expected to practice active listening by nodding, maintaining eye
contact, and checking for understanding.
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APPLICATION: PICTURE PREDICTION
1.

Description and Procedures:
There's a Party at Mona's Tonight is predictable story by Harry Allard and James
Marchall. Listening, imagery, discussion and prediction are incorporated to foster
comprehension.
A. Teacher Identifies Places in the Story for Prediction.
B. Teacher Reads Aloud and Students Predict:
The teacher will read the title and the first few paragraphs aloud. The
teacher asks: "What do you think the story will be about?"
C. Students Share with a Partner:

The students will share their predictions regarding what the story will be
about. The teacher will monitor the students by looking and listening for the
defined behaviors.
D. Students Share Partner's Ideas:

The students will share what their partners thinks the story is about.
The students will begin their response by saying: "My partner (name) thinks
that.. .. "
E.

Teacher Reads Another Section of the Story and Students Predict:
Follow the same format as in steps C. and D.

F.

Complete the Story:
The teacher reads all but the remaining two pages of There's a Party at
Mona's Tonight. The teacher asks the students: "How do you think the
story will end?" The students will share their ideas with their partner.

G. Draw a Picture Prediction:
The students will draw a picture illustrating what they think Potter Pigs
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last attempt will be to attend Mona's party. After explaining their illustrations
to their partners the partners will present and explain the illustrations by
saying: "My partner (name) thinks .... "
2.

Cognitive Objectives:
The students will orally explain their partners' predictions.

3.

Affective Objectives:
The students will listen and check for understanding.

4.

Goal Structure:
A cooperative goal structure will be implemented.

5.

Room Arrangement:
The students will be seated on a rug with their partner.

6.

7.

Materials:
a)

There's a Party at Mona's Tonight by Harry Allard and James Marchall.

b)

drawing paper.

Monitoring:
The teacher will look and listen for the defined behaviors while the students are
sharing their predictions.

8.

Evaluating:
The students will be evaluated by their ability to listen to their partners and
express their partners' predictions.
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STRATEGY: GROUP PREDICTION
1.

Description and Procedures:
Group Prediction is a strategy developed by Whisler and Williams (1990) that has
small groups of students brainstorming ideas that relate to a topic or theme in a reading
selection prior to the reading. The strategy helps to improve comprehension.
A. One Group Prediction:
One group prediction sheet is distributed to each group.
B. Group's Generate Responses to the First Question Orally.
C. Groups Record Their Ideas:
Depending on the students' writing stages, they may record their own
answers or their brainstormings may be recorded by an adult. The groups
share their listed brainstormings with the whole class. Students must listen
carefully since ideas may only be mentioned once.
D. Read the Selection;
The teacher reads the story aloud.
E.

Validate Prior Knowledge:
After reading the selection, each group circles any brainstormings that
were mentioned in the story.

2.

Grouping:
Teacher assigned, heterogeneous groups of four members.

3.

Positive Interdependence:
Students share the group pencil and prediction sheet. Students work on a single
group product.

4.

Individual Accountability:
All students take turns writing or orally share ideas.
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5.

Specific Social Skills to be Expected:
Taking turns, sharing information.
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APPLICATION: GROUP PREDICTION
1.

Description and Procedures:
In teacher assigned, heterogeneous groups of four members, the students will
brainstorm ideas based on questions developed from the picture book, Love You
Forever by Robert Munsch.
A. Distribute One Group Prediction Sheet to Each Group:
B. Groups Generate Responses to the First Question Orally:
Groups generate responses to the questions on the group prediction
sheet. The following is an example of a group prediction sheet.
Group Prediction
For
Love You Forever by Robert Munsch

What are some things that can make
your mother mad?

What are some ways mothers
show their love?

C. Groups Record Their Ideas:
Depending on ability level, either the students record their ideas or an
adult does. Groups then share their brainstormings with the whole class
being careful not to mention the same thing twice.
D. Read the Selection:
The teacher reads the story aloud.
E.

Validate Prior Knowledge:
The groups circle any predictions on their group prediction sheet that
were in the story.

2.

Cognitive Objectives:
Students will either orally or in writing express their predictions.
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3.

Affective Objectives:
The students will practice taking turns, sharing information and listening.

4.

Goal Structure:
The goal structure is cooperative.

5.

Room Arrangement:
Students' desks will be clustered in groups of four.

6.

7.

Materials:
a)

one group prediction sheet per group.

b)

one pencil per group.

c)

Love you forever by Robert Munsch.

Monitoring:
The teacher will monitor students by using a schematic observation form.

8.

Evaluating:
The students are evaluated in terms of the social skills practiced as evidenced by
the schematic observation form. Students are also evaluated through the use of
Teacher Directed Oral Questions and the completion of a group prediction sheet.
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STRATEGY: PARTNER DESCRIPTION AND ILLUSTRATION
1.

Description and Procedures:
Partner Description and Illustration was developed for the purpose of enhancing
the students' imagination, descriptive vocabulary, and listening skills through the use
of picture books. The following are steps involved in the strategy.
A. Read:
The teacher reads aloud a story, stopping at preselected descriptive
places in the story.
B. Partner Description and Illustration:
Students are grouped in partners. Partner number one describes the
picture to partner number two. Without looking at the picture in the book,
partner number two draws a picture based on partner number one's
description.
C. Read:
The teacher shares the illustration in the book that was described by
partner number one. The teacher continues to read the story, stopping at
another preselected descriptive place in the story.
D. Partner Description and Illustration:
Students are still working with the same partner. Partner number two
describes the picture to partner number one. Without looking at the picture in
the book, partner number one draws a picture based on partner number two's
description.
E.

Read:
The teacher shares the illustration in the book that was described by
partner number two. The teacher reads aloud the remainder of the story.
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F.

Share:
Partners will share the illustrations with each other, discussing why they
drew certain things. The students will share their partners' illustrations by
stating: "My partner (name) drew ____ because _ _ _ _ "

2.

Grouping:
The teacher randomly selects groups of two students based on the Random
Grouping form.

3.

Positive Interdependence:
Students depend on their partners for picture descriptions.

4.

Individual Accountability:
Each student will be responsible for illustrating and describing a picture.
Students are also held accountable for sharing their partners' illustrations.

5.

Specific Social Skills to be Expected:
Students will share information, practice active listening, and praise their
partners' efforts.
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APPLICATION: PARTNER DESCRIPTION AND ILLUSTRATION
1.

Description and Procedures:
Balian's Aminal is a picture book that is utilized in the application for the purpose
of enhancing the students' imagination, descriptive vocabulary, and listening skills.
A. Read:
The teacher reads aloud Aminal, stopping at the preselected descriptive
places in the story.
B. Partner Description and Illustration:
Students are grouped in partners. Partner number one describes the
aminal to partner number two. Without looking at the picture in the book,
partner number two draws the aminal based on partner number one's
description.
C. Read:
The teacher shares the illustration in the book that was described by
partner number one. The teacher continues to read the Aminal, stopping at
another preselected descriptive place in the story.
D. Partner Description and Illustration:
Working in the same group, partner number two describes the next
aminal to partner number one. Partner number one draws a picture of the
aminal based on partner number two's description, without looking at the
picture in the book.
E.

Read:
The teacher shares the illustration of the aminal in the book that was
described by partner number two. The teacher reads aloud the remainder of
the story.
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F.

Share:
Partners will share the aminal illustrations with each other, discussing
why they drew certain things. The students will share their partners'
illustrations by stating: "My partner (name) drew_ _ _ _ _ __
because - - -- -

2.

Cognitive Objectives:
The students will use descriptive vocabulary.

3.

Affective Objectives:
The students will share information, practice active listening, and praise their
partners' efforts.

4.

Goal Structure:
A cooperative goal structure will be implemented.

5.

Room Arrangement:
The students will be seated at a large rug area.

6.

7.

Materials:
a)

Aminal by Balian.

b)

drawing paper and pencils.

c)

lap boards for students to draw on.

Monitoring:
The students are monitored by teacher observation.

8.

Evaluating:
The students are evaluated in terms of their ability to describe the aminal to their
partners. The evaluation is accomplished through teacher observation and Teacher
Directed Oral Questions.
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STRATEGY: SEQUENCING
1.

Description and Procedures:
Sequencing is a versatile strategy that utilizes stories and poems to foster
comprehension and sequencing skills.
A. Read:
The teacher reads aloud a preselected story or poem. Stories and poems
read from big books and charts are beneficial for student tracking.
B. Whole Group Sequencing:
The teacher randomly gives students a sentence from the story or poem.
The sentence may be a main event or a detail from a story or poem. The
sentence may also be written directly from the story or poem. The students
read the sentence strips and as a whole group sequence the sentences in a
pocket chart.
C. Small Group Seguenci,i'g:

In teacher assigned heterogeneous groups of two, the students will read
and sequence the sentence strips provided by the teacher. The group's
runner is responsible for collecting the sentence strips from the teacher.
Once every group member has completed reading the story or poem sentence
strips, the students will cooperatively sequence the sentence strips. The
teacher will then merge the groups by twos. The group's reader will read the
group's sequenced sentence strips to the members of the other group. Both
group members are responsible for justifying the sequenced sentence strips if
questions should arise.
2.

Grouping:
Teacher assigned heterogeneous groups of two members.
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3.

Positive Interdependence:
Each student is responsible for reading the sentence strips and to help sequence
the sentence strips.

4.

Individual Accountability:
Roles are assigned: Group reader, group runner. Each student will be
responsible for justifying the group's sequenced sentence strips.

5.

Specific Social Skills to be Expected:
The students are expected to practice active listening by nodding, clarifying,
paraphrasing, praising, and maintaining eye contact with group members.

)
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APPLICATION: SEQUENCING
1.

Description and Procedures:
Napping House is a cumulative story by Audrey Wood that may be utilized for
the Sequencing strategy. In the following application students sequence the events in
the story. This strategy promotes comprehension and sequencing skills.
A. Read:
The teacher reads aloud Napping House by Audrey Wood. After
reading the story from the picture book, it is beneficial to read the story again
using a chart for student tracking.
B.

Whole Group Sequencing:
The teacher randomly gives students a sentence from Napping House.
The sentences consist of cumulative events from the story. The students are
asked to read the sentence strips and then, as a whole group, sequence the
sentence strips in a pocket chart.

C. Small Group Sequencing:
In teacher assigned heterogeneous groups of two, the students will read
and sequence the sentence strips provided by the teacher from the picture
book Napping House. The group's runner is responsible for collecting the
sentence strips from the teacher. Once the group members have completed
reading the sentence strips, the students will cooperatively sequence the
sentence strips. Two groups will then be merged together. The group's
reader will read the group's sequenced sentence strips to the members of the
other group. Both group members are responsible for justifying the
sequenced sentence strips if questions should arise.
2.

Cognitive Objectives:
The students will read the sentence strips and will sequence the sentence strips
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based on the story read aloud by the teacher.
3.

Affective Objectives:
The students will help their partners read the sentence strips and will share ideas
regarding the sequencing of the sentence strips. The students will praise other
students for their efforts.

4.

Goal Structure:
A cooperative goal structure will be implemented.

5.

Room Arrangement:
The students' desks will be arranged in clusters of two for small group
sequencing sessions. A large rug area will be available for the read aloud session and
the whole group sequencing session.

6.

7.

Materials:
a)

Napping House by Audrey Wood.

b)

one large chart.

c)

sentence strips for pocket chart.

d)

small group sentence strip packets.

Monitoring:
The teacher monitors students by using a schematic observation form.

8.

Evaluating:
Students are evaluated in terms of the social skills practiced as evidenced by the
schematic observation form. In addition, students are evaluated through the use of
Teacher Directed Oral Questions. Sequencing of the sentence strips will also be a
means of evaluation.
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STRATEGY: ILLUSTRATION/SEQUENCING GUIDE
1.

Description and Procedures:
The Illustration/Sequencing Guide is a strategy that utilizes favorite picture books
for the purpose of enhancing comprehension, sequencing skills, writing skills, and
creativity. The following steps are involved in the strategy:

A. Read:
The teacher reads aloud a preselected story or poem. Stories and poems
read aloud from big books or charts are beneficial for student tracking.
B. Brainstorm:
In teacher assigned heterogeneous groups of four members, the students
will brainstorm major events from the story or poem. Every student offers at
least one idea, while the group recorder writes down the dictated ideas. The
group praiser is responsible for identifying and stating positive behaviors
exhibited by other group members. Once all ideas have been exhausted, the
task helper assigns each group member with a brainstormed event. Students
may be assigned more than one brainstormed event depending on the number
of events the students brainstormed.
C. Illustrate:
The students will illustrate the assigned events on sentence strips. The
students may or may not utilize writing, depending on the students'
developmental levels.
D. Present:
The students will sequence the developed sentence strip illustrations in
the pocket chart, while the group readers read and or explain the developed
sequence from the chosen story or poem.
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2.

Grouping:
Teacher assigned, heterogeneous groups of four members.

3.

Positive Interdependence:
Every student offers at least one idea to be recorded on the group's paper. Every
student illustrates at least one brainstormed event from the selected story or poem.

4.

Individual Accountability:
Roles are assigned: Reader, recorder, praiser and task helper.

5.

Specific Social Skills to be Expected:
Students will share information and ideas using quiet voices. The students will
praise others for their contributions and will reach agreements within their learning
groups.
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APPLICATION: Il..LUSTRATION/SEQUENCING GUIDE
1.

Description and Procedures:
Chris Van Allsburg's Polar Express is a picture book used in the following
application to enhance comprehension, sequencing and writing skills, and
creativity. The following steps are used in this application:
A. Read:
The teacher reads aloud the picture book, Polar Express. It is helpful to
read the story aloud a second time from a chart or overhead for student
tracking.
B.

Brainstorm:

In teacher assigned heterogeneous groups of four members, the students
will brainstorm major events from the story Polar Express. Every student
offers at least one idea, while the group recorder writes down the dictated
ideas. The group praiser identifies and praises positive behaviors exhibited
by other group members. The task helper assigns each group member with a
brainstormed event. Students may be assigned more than one idea
depending on the number of events students brainstormed.
C. Illustrate:
The students will illustrate the assigned events on sentence strips.
Depending upon the students developmental levels, writing may or may not
be utilized on the sentence strips.
D. Present:
The students will sequence the developed sentence strip illustrations in
the pocket chart, while the group readers read and or explain the developed
sequence from the story Polar Express.
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2.

Cognitive Objectives:
The students will recognize and verbally relate major events in the story Polar
Express to the other group members.

3.

Affective Objectives:
The students will share information and ideas using quiet voices. The students
will praise others for their contributions and will reach agreements within the learning
group.

4.

Goal Structure:
A cooperative goal structure will be implemented during the Read, Brainstorm
and Present sessions. An individualistic goal structure will be implemented during the
Illustrate session.

5.

Room Arrangement:
The students' desks will be arranged in clusters for the Brainstorm session and
the Illustrate session. A large rug area will be available for the Read session and the
Present session.

6.

7.

Materials:
a)

Polar Express by Chris Van Alls burg.

b)

one large chart.

c)

one group brainstorming paper and pencil.

d)

sentence strips for illustrations.

e)

one pocket chart.

Monitoring:
The teacher monitors students by using a schematic observation form.

8.

Evaluating:
Students are evaluated in terms of the social skills practiced as evidenced by the
schematic observation form. In addition, students are evaluated through the use of
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Teacher Directed Oral Questions. Successful sequencing of the illustrated sentence
strips will also be a means for evaluation.
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S1RATEGY: READ WRITE READ
1.

Description and Procedures:
Read Write Read is a strategy designed by Whisler and Williams (1990), that
incorporates literature, predicting and writing.
A. Read:
The teacher reads aloud until an exciting place or the turning point of the
story and stops.
B. Write:
The teacher assigns students to groups of two members. The partners
discuss and decide how they think the story will end or what they think will
happen next. The group recorder writes the predictions down and the group
reader shares the predictions with the class.
C. Read:
The teacher finishes reading the story aloud.

2.

Grouping:
Teacher assigned, heterogeneous groups of two members.

3.

Positive Interdependence:
There is one writing paper and product per group.

4.

Individual Accountability:
Roles are assigned: Reader and recorder.

5.

Specific Social Skills to be Expected:
The students will share information and ideas.
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APPLICATION: READ WRITE READ

1.

Description and Procedures:
Read Write Read is an effective strategy to use with literature that involves notes
or letters written to, from, or about one of the characters in the story.
A. Read:
The teacher reads aloud Tcxlay was a Terrible Day by Patricia Reilly
Giff. The teacher stops reading just as a note is about to be taken home.
B. Write:

The partners discuss and decide what they think the note will say. The
recorder writes the note and the reader shares the note with the class.
C. Read:
The teacher finishes reading the story aloud.
2.

Cognitive Objective:
The students will predict based on background information and will write and
read a note.

3.

Affective Objectives:
The partners will share information and ideas.

4.

Goal Structure:
A cooperative goal structure will be implemented.

5.

Room Arrangement:
The students will be seated on a large rug area.

6.

7.

Materials:
a)

Today was a Terrible Day by Patricia Reilly Giff.

b)

one writing paper and pencil per group.

Monitoring:
The students are monitored by teacher observation.
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8.

Evaluating:
Students are evaluated in terms of their ability to predict based on the information
given in the story. Evaluation is accomplished through teacher observation.
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STRATEGY: COMPREHENSION CONCENTRATION
1.

Description and Procedures:
Comprehension Concentration is a strategy that may be used to promote
vocabulary learning and comprehension.
A. Distribute:
Group runners pick up and deliver the packets of cards to the group
partners. The packet consists of vocabulary words selected from a story that
the students will be reading. The vocabulary words are written on red cards.
The packet also contains sentence cards. The sentences are written on blue
cards and a vocabulary word is missing. Only one of the vocabulary words
makes sense when used in the sentence. The sentences relate to the story that
will be read.
B. Read and Match:
Partners cooperatively read the vocabulary words, discussing
definitions when necessary. Partners cooperatively read the sentence cards,
selecting the vocabulary word that makes sense in the sentence.
C. Whole Group Read and Match:
The teacher calls on each group reader to read one of the vocabulary
words with the corresponding sentence. Using sentence strips, the teacher
puts the student's answer in the pocket chart for student tracking and
comparing. Vocabulary words and definitions are discussed at this point in
the lesson. The teacher continues the lesson by introducing the reading
selection.

2.

Grouping:
The teacher will randomly select groups of two students based on the Random
Grouping form.
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3.

Positive Interdependence:
Every student is responsible for reading the vocabulary words and sentences.
Every student is also responsible for matching the vocabulary words with the
corresponding sentences.

4.

Individual Accountability:
Roles are assigned: Group runner and group reader.

5.

Specific Social Skills to be Expected:
Students will share information and ideas. Students will reach agreements within
their learning group.

)
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APPLICATION: COMPREHENSION CONCENTRATION
1.

Description and Procedures:
Comprehension Concentration is a strategy that may be used to promote
vocabulary learning and comprehension before introducing students to a new reading
selection.
A. Distribute:
Group runners pick up and deliver the packets of cards to the group
partners. The packet consists of six vocabulary word cards selected from
Hattie and the Fox by Fox. The vocabulary words are written on red cards.
The packet also contains six sentences written on blue cards. A vocabulary
word is missing from each sentence. The vocabulary words and sentences
are written on different colored cards for easy discrimination between the two
types of cards. Only one of the vocabulary words makes sense when used in
the sentence. The sentences relate to the story that will be read.
B. Read and Match:
Partners cooperatively read the vocabulary words from Hattie and the
Fox, discussing definitions when necessary. Partners cooperatively read the
sentence cards and select the vocabulary word that makes sense in the
sentence.
C. Whole Group Read and Match:
The teacher calls on each group reader to read one of the vocabulary
words with the corresponding sentence. Using sentence strips, the teacher
puts the student's answer in the pocket chart for student tracking and
comparing. Vocabulary words and definitions are discussed at this point in
the lesson. The teacher continues the lesson by introducing the reading
selection, Hattie and the Fox.
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2.

Cognitive Objective:
The students will read and comprehend the vocabulary words and the sentences
by matching the vocabulary words with the corresponding sentences.

3.

Affective Objectives:
The students will share information and ideas. The students will reach
agreements within their learning group.

4.

Goal Structure:
A cooperative goal structme will be implemented.

5.

Room Arrangement:
The students' desks will be arranged in groups of two.

6.

7.

Materials:
a)

Hattie and the Fox by Fox.

b)

vocabulary word cards.

c)

sentence cards.

d)

sentence strips.

e)

a pocket chart.

Monitoring:
The teacher will monitor students by using a schematic observation form.

8.

Evaluating:
Students are evaluated in terms of the social skills practiced as evidenced by the
schematic observation form and the Teacher Directed Oral Questions. The successful
completion of the activity is also evaluated.

CHAPfERV

Summary, Conclusions, and Recommendations
Sum!lli!!Y
The purpose of this project was twofold. The first was to review current literature
regarding whole language and cooperative learning. The second purpose was to develop
whole language, cooperative learning strategies and application lessons which used whole,
purposeful and meaningful language. Ten whole language, cooperative learning strategies
and application lessons were developed. These strategies were centered around children's
literature and featured reading, writing, listening, and speaking activities that were whole,
purposeful, and meaningful. The strategies were divided into the following sections to
facilitate instruction: 1) Description and Procedures, 2) Grouping, 3) Positive
Interdependence, 4) Individual Accountability, and 5) Specific Social Skills to be Expected.
The application lessons were also divided into sections to facilitate instruction. These
sections were: 1) Description and Procedures, 2) Cognitive Objectives, 3) Affective
Objectives, 4) Goal Structure, 5) Room Arrangement, 6) Materials, 7) Monitoring, and 8)
Evaluating. The focus of the application lessons included: comprehension, sequencing
and predicting.
Conclusions
Several conclusions were developed regarding whole language, cooperative learning
strategies during the course of this project.
1.

Children learn language by using language within whole, purposeful, and
meaningful contexts. Cooperative learning provided a natural language learning
environment.

2.

Whole language, cooperative learning strategies allowed for student diversity and
achievement. This technique recognized the ability of all students to contribute

)

individual knowledge and expertise to each lesson.
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3.

Whole language, cooperative learning strategies were an effective means to teach
the necessary social life skills.

4.

Many of the school learning objectives were too broad to develop around a whole
language, cooperative learning strategy. More specific objectives were written for
use within each strategy lesson.
Recommendations

Conclusions resulting from this project have produced the following
recommendations:
1. · There is a need for further study regarding the implementation of cooperative
learning and whole language to determine it's efficacy as an instructional strategy.
2.

Strategies and application lessons should be shared with other teachers interested
in order to spread the whole language philosophy and the concept of whole
language, cooperative learning instructional strategies.

3.

There is a need for the development of application lessons as a team effort among
teachers.

4.

Additional ways to document student progress in whole language, cooperative
learning programs is needed.

5.

A more specific recommendation would be the development of further
instructional strategies implementing whole language and cooperative learning
techniques.

6.

Another recommendation would be the development and compilation of more
application lessons for use within the classroom. Similar application lessons need
to be developed for other grade levels.

These recommendations should lead to further interest and studies related to the
efficacy of whole language, cooperative learning strategies as an instructional technique.
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Appendix A

RANDOM GROUPING

Rank
Order
High Achieving Students

Average Achieving Students

1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24

Low Achieving Students

Whisler & Williams, 1990 (p. 24).

25
26
27
28
29
30
31
32

Team
Name
a
b
C

d
e
f
g
h
h
g
f
e
d
C

b
a

a
b
C

d
e
f
g
h
h
g
f
e
d
C

b

a
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Appendix B

COOPERATIVE LEARNING ROLES
Encourager

Reader

Recorder

Speaker

Checker

Investigator

Reporter

Runner

Writer

Time Keeper

Evaluator

Facilitator

Paraphraser

Summarizer

Observer

Collector

Tallier

Praiser

Direction Giver

Listener

Task Helper

Question Asker

Monitor

Sharer

Whisler & Williams, 1990 (p. 30).
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Appendix C

SCHEMATIC OBSERVATION FORM

Group 1

Group 2

Group 3

Group 4

.

Group 5

Group 6
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AppendixD

TEACHER DIRECTED ORAL QUESTIONS
Processing Questions
The teacher orally asks the following questions. After posing each question, the
cooperative learning groups discuss the question. After providing a discussion time, a
spokesperson from the group shares with the whole class.
Analysis:
Name several things your group did well.
What helped you get the job done?
Application:
What are some other times you could use this social skill?
Goal Setting:
What can your group do to improve?
Whisler & Williams, 1990 (p. 138).

